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FROM THE EDITOR . 
Mentoring, multicultural education, testing, reten-
tion, corporal punishment, and school-community rela-
tions are topics addressed by our selection of articles in 
this issue of the Journal. As we often say, "The mission 
of our journal is to encourage educators to speak up." 
In this issue ... 
Our lead article addresses the subject of mentoring 
as a school improvement strategy. Although the earliest 
recorded mentoring model was within an educational set-
ting, mentoring has not been the common practice in 
education. During the past five years, however, the men-
toring concept has been revived and promoted by educa-
tion, primarily as an effective strategy in the implementa-
tion of beginning teacher assistance programs. A relation-
ship with a mentor is considered an important contribu-
tion to the career development and success of a less 
experienced teacher. In their article entitled, "Mentor-
ing : The Institutionalization ofa Natural Process, " Myron 
Trang and Fay Head explore the assumptions underlying 
mentoring, identify institutional practices that disrupt, 
impede, or neutralize the effects of formal mentoring pro-
grams, and suggest participant characteristics as one 
facet of institutional influence. The writers take a strong 
position that educational institutions that are serious 
about the improvement of schools should look to mentor-
ing as one important strategy. 
In the second article, " Multicultural Education in 
Action," Margaret Kelly Carroll and Kay Monroe Smith 
provide a fresh, insightful justification for inclusion of 
multicultural education as a vital part of inservice and 
preservice teacher training . Multicultural education is es-
sential in preparing teachers to meet the needs of groups 
of students they will teach. It is also vital for students to 
learn about and understand cultures other than their own. 
Several themes are outlined within the article which pro-
vide direction for teacher training, as well as suggestions 
for materials that meet the needs of teachers and stu-
dents. The writers are strong advocates for the study of 
the background of world cultures with regard to geo-
graphical, historical, linguistic, religious, culinary, and 
cultural information. 
Peter M. Collins' article, "Directions and Misdirec-
tions in Teacher Education, " is devoted primarily to a 
search for a direction in teacher education which follows 
a path between two extreme assumptions: teaching the 
prospective or in-service teacher how to teach is, on one 
hand, an inconsequential process and a useless en-
deavor; on the other hand, it is the most essential element 
and the focal point of teacher education. Brief considera-
tion of the necessary and fundamental roles of theology 
and philosophy in planning a teacher education program, 
along with the four dimensions of such a program relative 
to theory and practice, precede the formulation of seven 
norms for teacher education which cover the following 
topics: the central role of a liberal arts education, knowl-
edge of the academic disciplines to be taught, awareness 
of the nature of the person, the priority to be given to 
morality, the connection between learning how to teach 
and what to teach, and acquiring skill in the art of teach-
• • 
Research reports, opinions, and debatable ideas are all 
encouraged, and this issue is a unique array of all of 
those avenues as our authors inform, question, and chal-
lenge our thinking about the current professional scene. 
ing. Collins concludes his discussion by relating the four 
pillars of the structure of a teacher education program to 
the essential and fundamental roles of theology and phil-
osophy in planning such a program. 
For the past five years, various states have responded 
to the ever increasing criticism of the nation's public 
schools. Many states have responded by developing new 
tests to assess their students' level of achievement. 
Others have altered the school curriculum with the expec-
tation that test scores will rise as a result. Whatever the 
specifics of school reform, it is clear that schools are 
being held accountable for student achievement. With 
the increased demand for accountability of student 
achievement has come a greater demand for accurate 
student assessment. School counselors, today more than 
in the past, must understand and be able to communicate 
to the public the purpose, strengths, and limitations of 
standardized intelligence tests. "Intelligence Testing: A 
Guide for the School Counselor," by Thomas Deering 
and Jerry Whitworth, is meant to be a brief primer ex-
plaining several do's and don't's that school counselors 
need to keep in mind when using tests that measure 
mental ability. 
The findings of a research study reported by Don 
Wells and Jerry Andrews demonstrate the relative impact 
of an ecological intervention approach on adolescent 
dropout prevention. In "Effects of Ecological Intervention 
on Adolescent Student School Retention," Wells and An-
drews describe a program with unique ecological features 
which was developed to address the individual and di-
verse needs of high risk adolescent dropouts in northern 
Louisiana, and report the results of a study which was 
conducted to assess the effects of the program. They 
found significant increases in academic and vocational 
skills, and their follow-up data revealed that program par-
ticipants were seven times less likely to drop out than 
their control group counterparts. 
How many public school districts allow corporal 
punishment? What are the attitudes of Illinois superinten-
dents toward corporal punishment? What specific 
policies and procedures are followed by school principals 
in districts that do allow corporal punishment? In his 
article, "Allowances, Attitudes, and Policies/Procedures 
Regarding Corporal Punishment in Illinois Public 
Schools," Clifford Jones reports results of his research 
which answers these questions and provides principals 
with a practical insight into setting policies and informa-
tion pertaining to state and federal legal issues regarding 
corporal punishment. Dr. Jones' caution is that if a school 
district allows corporal punishment, and most1n Illinois 
do, policies/procedures should be established in order to 
properly protect children from a legal and a safety 
standpoint. 
In the final article, "Community Expectations and 
School -Community Relations," David Bartz, Larry Hill-
man, and Roger DeMont remind us that schools have a 
strong impact on the major characteristics which define 
a community, and as a result, communities have signifi -
cant expectations of schools. In order to function most 
effectively, a school district must have a substantial 
number of its citizens interested and willing to support 
its policies; this is more likely to be achieved if citizens 
feel that they have meaningful input. The writers make 
a fresh, resourceful case for communication as the key to 
effective school-community relations and to the "nurtur-
ing of public behavior" that supports and benefits the 
school. The article contends that it is the school's respon-
sibil ity to play an assertive, proactive role in assuring that 
effective communication occurs. 
Mentoring: The Institutionalization 
Of A Natural Process 
Myron L. Trang 
Fay A. Head 
Myron L. Trang, Ed.D. is 
Professor of Educational Psy-
chology and Coordinator of 
Student Teaching at Ferrum 
College in Ferrum, Virginia. He 
has served as Director of 
Partnership in Excellence, a 
mentor student teach ing pro-
gram. His leading interests are 
in cognitive, social, moral, and 
human development; affective 
learning; and measurement 
and evaluation. Research in-
terests include school climate, 
levels of critical thinking, ef-
fects of collaboration, and peer 
and cross-age tutoring. 
Mentoring has not become a tradition in educa-
tion despite the fact that the earliest recorded men-
toring model was within an educational setting. In 
contrast to education, professionals within busi-
ness, industry, nursing, and the military have sup-
ported and encouraged mentoring for many years 
(Gray & Gray, 1985; Jolemore, 1986). Even though 
the current literature reflects an increased interest 
in mentoring in education, a question remains as 
to why education has not been the primary setting 
for the mentoring process. Part of the answer may 
be found in the institutional nature of schools and 
the social forces therein. The isolation of profession-
als, the teacher certification process, a subtle but 
powerful "good old boy" network, and the appeal 
of tradition are forces that can neutralize the nurtur-
ing of mentoring. Examination of elements in natu-
ral mentoring settings provides insight into inten-
tionally facilitating mentoring concepts within in-
stitutions. This article will explore assumptions un-
derlying mentoring; identify institutional practices 
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that disrupt, impede, or neutralize the effects of for-
mal mentoring programs; and suggest participant 
aspects as one facet of institutional influence. 
Assumptions Underlying the Mentoring Process 
While the idea of passing on the torch to the 
next generation is a part of the fabric of the world 
in which we live, mentoring cannot be taught di-
rectly as one would teach facts or skills. The process 
of mentoring must be "caught" rather than "taught" 
as reflected in Levinson's (1978) contention that 
"mentoring is defined not in terms of formal roles 
but in terms of the character of the relationship and 
functions it serves." Consider, for example, the im-
pact of General John J. Pershing upon the lives of 
two proteges, General George S. Patton, Jr. and 
General Douglas MacArthur (Jolemore, 1986). 
Other historical examples include Professor George 
Whyte and Thomas Jefferson, Thomas Jefferson 
and James Madison (Gray, 1984) as well as legen-
dary figures such as Merlyn and King Arthur or Men-
tor and Telemachus (Jolemore, 1986). In each exam-
ple, the quality of the relationship provided the basis 
for the extent of the influence and the resulting out-
come. 
Although mentoring is not uncommon on an 
informal basis among professionals, it is not a uni-
versal experience (Bagnal, Pence, & Meriwether, 
1985; Darling, 1984-1985; Klauss, 1981; Lambert, 
1987; Roche, 1979). To intentionally create mentor-
ing on a formal basis is a complex matter. Obviously 
a directive that supervisors are to be mentors is not 
sufficient. However, it should be possible to in-
crease the incidence of mentoring by insuring that 
the process elements which facilitate mentoring 
·outcomes are present in institutionalized policies 
and programs. Egan (1986) suggests eight condi-
tions in mentor-protege relationships as partici-
pants move toward collegial collaboration. These 
eight ingredients include: 
• An inexperienced neophyte 
• An experienced professional 
• A disposition of availability and 
approachability by the mentor 
• Receptivity of the protege 
• Clear, on-going communication 
• Learning as one of the main reasons for the 
formation of the relationship 
• Empowerment of both the mentor and 
protege as the experience continues 
• Mentors honoring the autonomy of the 
protege 
In education, several of Egan's elements do not 
exist under traditional approaches to the induction 
of teachers. For instance, the isolation of educators 
in public schools, resulting from the physical ar-
rangements, the separation of grade levels, depart-
mentalization, the assignment of non-instructional 
responsibilities, and the practitioners' limited per-
spective resulting from not having been in other 
clas~rooms, curtails both the disposition and avail-
ability of the mentor. The receptivity of the protege 
to being mentored is affected by the placement pro-
cess for student teachers - a decision frequently 
made by an individual removed from the classroom 
setting. Supervisors also deter positive outcomes 
by emphasizing acquisition of minimum mainte-
nance skills rather than the empowerment of the 
neophyte. In summary, several of Egan's critical ele-
ments in mentoring are not to be found in many 
student teaching experiences. 
Mentoring is an adult developmental task 
(Kram, 1983) which involves initiation of the young 
adult protege and reappraisal by the middle adult-
hood mentor. Kram ( 1983) ties these developmental 
tasks to Erik Erikson's (1963, 1968) concepts of "role 
identity versus role confusion" and "intimacy ver-
sus isolation" for the young adult and "generativity 
versus self-absorption" for the adult at midlife (mid/ 
career). As a young adult, the protege is dealing 
with issues regarding personal competence, profes-
sional effectiveness, and their ability to fulfill 
dreams as they embark upon careers (Kram, 1983). 
While eager to test their wings, neophytes lack the 
experience, perspective, and refined skills to have 
successful early experiences without support sys-
tems, opportunities to err, and productive means 
for effectively interpreting their experiences. In con-
trast, the mentor is in a period of reassessing life's 
accomplishments, readjusting visions of lifetime 
goals, and responding to opportunities in which one 
can pass on accumulated wisdom and skill (Kram, 
1983). Awareness of adult developmental tasks 
faced by mentors and proteges can facilitate pro-
ductive movement through the stages of initiation, 
cultivation, separation, and redefinition of a mentor-
ing relationship (Kram, 1983). 
Despite this meaningful, theoretical view, many 
teacher induction programs fail to alert classroom 
supervisors to the implications of developmental 
tasks as growth opportunities for student teachers 
or their supervisors. In fact, many teachers describe 
their introduction into the profession as a week of 
observation, followed by a week of responsibility 
for one period or class. Later weeks add additional 
classes until the student teacher "understands" 
what it is like to have responsibilities similar to other 
full-time teachers. This traditional approach leaves 
the supervisor content with the status quo and 
would appear to insure that the student teacher 
turns out like every other teacher - no more, no 
less. 
Institutional Practice 
The assumptions and presuppositions held by 
educational leaders can influence the mentoring 
process either positively or negatively. In order for 
mentoring to have productive effects, educational 
leaders must see the participants (both mentors and 
proteges) as trustworthy. Trust produces an em-
powering environment which fosters movement to-
ward autonomy for the protege and heightens pro-
fessionalism in the mentor. Trust is essential in 
adult learning to cause the involvement to become 
"self-directed, experiential, problem-centered, and 
occupationally related" (Neale, Bailey, & Ross, 
1981 ). When such factors are present during induc-
tion, achievement of minimum survival skills is no 
longer an acceptable standard for participants. Ab-
sence of trust results in the development of policy 
messages which imply that the professional is in-
capable of decisions or self-direction. 
If the assumptions of Egan, Erikson, and Kram 
are correct, support functions in the mentoring pro-
cess are as crucial as selection and placement of 
participants. Institutionalization of mentoring must 
include direct observation and influence by instruc-
tional leaders to insure that the inherent payoffs in 
mentoring are not negated by other factors. For 
instance, time constraints (Krupp, 1987), unrealistic 
expectations, and inappropriate responsibilities can 
impair the bonding process between mentor and 
protege. 
Effective decisions regarding circumstances, 
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participants, and timing can only be made by indi-
viduals who model a thorough understanding of 
the mentoring process and its concordant human 
relationships. According to Darling (1985), individu-
als who have not had mentors in their own lives 
tend to be "non-bonding" supervisors who have 
difficulty offering proteges needed support and pa-
tience. In order to enhance the mentoring process, 
Darling (1985) advocates the concept of adminis-
trators as "mentoring managers" who skillfully 
utilize their personnel and resources in order to pro-
vide a fertile environment for growth of their staff. 
In the hands of a skillful leader or mentor manager 
(Darling, 1985), mentoring becomes a tool which 
can empower both mentor and protege (Egan, 
1986). True craftsmanship, however, involves an ar-
tisan's knowledge of when to use his tools and a 
sensitivity toward how to implement them in each 
unique situation. A technician or bureaucratic man-
ager, in contrast to a craftsman, tends to be more 
indiscriminate in utilizing his tools or uses them 
because "the experts" say that a certain tool is 
needed at a particular point in time. The artistry of 
mentor management in the hands of a skillful leader 
allows mentoring to dynamically impact educators' 
lives. 
Much of the current literature on mentoring ad-
dresses methods of implementation and adminis-
tration . The danger in this emphasis is that an in-
stitutional mentality can evolve which encourages 
adaptation of an outcome of "mentoring" which is 
only an empty shell of the heart of mentoring re-
lationships. In order to avoid bureaucratic manage-
ment of mentoring relationships, it is imperative 
that decision-makers lead by example to model a 
thorough comprehension of the concepts and ideas 
that form the foundation of mentoring. 
The facilitation and support of team efforts also 
need to be initiated by the leader via enhancement 
of communication skills and relationship building. 
Educational leaders must insure that time and sup-
port for the analysis and interpretation of profes-
sional development is available to participants. In 
accordance with good leadership practice, oppor-
tunities for providing and receiving feedback on the 
process is crucial. Educational leaders must be di-
rectly involved in such activity. This requires an ad-
justment of priorities in use of time and in measures 
of exerting influence. The resultant empowerment 
of both mentors and proteges (Egan, 1986) has a 
powerful impact on the quality of instruction, self-
concept, and feeling of efficacy for the participants 
as well as the leaders. 
Unfortunately, the current structure and inher-
ent nature of many educational institutions is in 
opposition to the processes necessary to nurture 
and sustain mentoring. The selection process of 
mentors and proteges is one area in which institu-
tional factors have hampered development of par-
ticipants. The remainder of this paper describes 
how creatively altering the selection process causes 
experiences to more closely approximate the condi-
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tions in naturally occurring mentoring relation-
ships. 
Selection of Mentors and Proteges 
The selection process of matching mentors and 
proteges is considered to be a crucial component 
of formalized mentoring (Appel & Trail, 1986; Gray, 
1986; Hess, 1986; and Hunt, 1986). Hess (1986) con-
tends that "strategic mentor matching early could 
do much to advance the profession and increase 
career satisfaction." Zey ( 1984) has identified vari-
ous factors involved in the matching of mentors 
and proteges such as needs and goals of both the 
mentor and protege, skill level of the mentor, similar 
views toward work, and loyalty and commitment 
to the organization. Oyer (1984) summarizes the im-
portance of considering "social factors, values, at-
titudes, and beliefs" in the matching of mentors 
and proteges. In spite of these findings, Directors 
of Student Teaching at the college or university or 
the personnel officer in the school district are the 
determiners of student teacher placements. One 
must question if these decision-makers are in an 
appropriate position to effectively match mentor 
and protege. 
Ewing (1986) believes "that the person being 
mentored" should do "the choosing and not the 
other way around," while Patterson (1985) takes the 
view that the mentor chooses the protege. Bureau-
cratic management identifies teacher participants 
based upon reputation, the teaching level and sub-
ject area of the protege, and the "needs" of the 
district; human factors are not seriously considered. 
Darling (1985) discusses the highly individualized 
nature of mentor matching and the importance of 
the "fit" between mentor and protege, which in-
volves consideration of developmental stage, bond-
ing lifeprints, and learning patterns. The selection 
process involved in matching mentor and protege 
has major effects not only upon the degree of fit 
between participants but also upon successful or 
toxic outcomes of mentoring relationships (Darling, 
1985). In light of the importance of the selection 
process and the contrasting views held regarding 
mentor matching, some of the major criteria for 
selection of mentors and proteges within the preser-
vice student teaching practicum will be discussed. 
The selection process of mentors is multifa-
ceted. The ideal mentor is a professional with suffi-
cient experience and perspective to recognize the 
critical, yet subtle elements associated with effec-
tive instruction. Prospective mentors should have 
a plausible explanation for wanting to participate 
as a mentor and should not be coerced into the 
experience. They must be approachable for the pro-
tege's most sensitive concerns. This suggests a will-
ingness to make time for the neophyte as well as 
a viewpoint that the protege is deserving and pos-
sesses the capacity to become a master teacher. 
Sprinthall (1979) and Thies-Sprinthall (1984) em-
phasize these issues in their discussion of support 
and challenge during the developmental growth 
process. Daloz (1987) also discusses the importance 
of providing a balance of support, challenge, and 
vision to the protege. 
Practitioners who evidence these qualities can 
compose a qualified pool of mentors (Clemson, 
1987) from whom the protege identifies preferences 
in order to approximate the natural conditions of 
informal mentoring. Protege selection of their men-
tor partially answers Hunt's (1986) concern regard-
ing how placement can be determined without hav-
ing the benefit of the informal getting acquainted 
stage of mentoring. The confidence placed in the 
protege's judgment to choose the prospective men-
tor is an act of faith and a powerful message to the 
student teacher. Requiring the protege to justify his 
selection in writing prior to assignment initiates a 
standard of substantiating professional decisions. 
Proteges must evidence qualities that indicate 
a readiness to participate in the process. They need 
to be receptive to supervision (Gray, 1986), as dem-
onstrated by their willingness to consider the ideas, 
help, and advice offered by their seniors (Egan, 
1986). Potential proteges should be individuals who 
communicate their concerns as well as their desires. 
Prospective mentors are in the best position to as-
certain these affective protege states as they inter-
view for possible "acceptance" by the neophyte. 
Since interdependence is a valuable aspect of the 
mentoring process, proteges must value team ef-
fort. Proteges also need to be individuals seeking 
autonomy rather than dependence in order to 
maximize their growth through the various levels 
of the mentoring relationship (Gray & Gray, 1985). 
Possession of these attributes enhances the out-
come of proteges leaving their student teaching ex-
perience with skills and attitudes approximating 
those of an experienced professional. 
Although mentors and proteges usually do not 
take an active part in the selection process, Phillips-
Jones (1983) reported in her review that participants 
"expressed a desire to become involved more per-
sonally in selections." Kram {Clutterbuck, 1982) ob-
serves that many "young people sit back and wait 
to be chosen" even though "mentorships that work 
occur most often when the young manager asks for 
advice." In his study of mentoring within federal 
agencies, Klauss (1981) noted that one of the possi-
ble causes for "lack of mutual investment in the 
relationship" was the lack of involvement of pro-
teges and mentors in selecting the person with 
whom they would be matched. Klauss (1981) found 
that when proteges were involved in the selection 
of their mentor, they were more likely to expect to 
continue the relationship, attach greater signifi-
cance to the mentor's contribution to their career, 
and rate the effectiveness of mentoring more highly 
than those not involved in the selection process. 
One of the strongest messages Klauss ( 1981) re-
ported from his study was the importance of the 
proteges' involvement in the selection of their men-
tors because of the "personal commitment to mak-
ing the relationship work" which resulted. 
Practical Implications 
Implementation of the contention that the pro-
tege should enter into the selection process of his 
mentor was utilized in a mentor student teaching 
program directed by Myron Trang during the 1986-
1988 academic years. Student teachers were as-
signed to a building principal for eventual place-
ment. The principal gave each student teacher three 
days to observe two or three teachers to learn their 
personalities and discover how they approached 
teaching. Student teachers then submitted a prefer-
ence for placement to the building principal along 
with a rationale for their choice. If, in the judgment 
of the principal, the justification was appropriate, 
the request was honored. In cases where student 
teachers had developed unrealistic or unwarranted 
reasons, they were given a principal-directed place-
ment after being conferenced. 
Student teachers who were able to select their 
cooperating teacher displayed more commitment, 
took more appropriate risks, dialogued more fre-
quently, and valued their experience more highly 
than contemporaries whose placements were made 
for them. These outcomes were evidenced by re-
ports from classroom supervisors, administrators 
in direct contact with the program, and from weekly 
self-reports generated by the student teachers and 
cooperating teachers. 
The Institutionalization of a Natural Phenomenon 
Numerous programs in a variety of settings 
suggest that institutionalization of the complex re-
lationship called mentoring is possible. Successful 
programs vividly point to the necessity of under-
standing adult learners and their needs. Further-
more, the literature reflects the importance of a 
focus upon process factors as well as product out-
comes. Educational institutions that are serious 
about the improvement of schools should look to 
mentoring as one important possibility. By allowing 
the proteges to have input into selection of their 
mentors, institutionalized mentoring programs can 
more closely approximate naturally occurring men-
tor/protege relationships. Impacting inductees early 
in their career in a powerful manner not only insures 
success in effectively integrating neophytes into the 
teaching profession but also builds a legacy of 
bonding, commitment, and efficacy for participants. 
The potent empowering effects upon the experi-
enced practitioner by being given responsibilities 
for influencing the protege's future is an important 
bonus. 
The need to document and report outcomes in 
various programs using facets of the mentoring pro-
cess is critical. The complexities and subtleties of 
human relationships such as mentoring are worth 
close and careful investigation. Within the educa-
tional community, we are becoming enlightened 
about the conditions that foster the forging of pro-
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fessional demeanor but there is still much to be 
learned. Leaders in the field can assist by allocating 
more resources to mentoring concepts. Resear-
chers from various disciplines can examine the 
numerous facets of the process. A meta-analysis 
would also be helpful in the comprehensive apprai-
sal of research efforts to date. Outcomes reported 
so far in the literature are encouraging, yet we con-
tinue to lack information on this important process 
of mentoring. 
Whether or not mentors become a tradition in 
education remains to be seen. While the potential 
is easily spotted by even inexperienced profession-
als, the dangers of bureaucratic misunderstanding 
and mismanagement are very real. 
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Multicultural education is necessary for prepar-
ing teachers to meet the needs of the multiethnic 
students they will teach. Teachers may grow in un-
derstanding of their students and their ability to 
help students learn as they grow in knowledge of 
ethnicity. Teachers also offer to their students 
knowledge and information that help in the accep-
tance of self that children require to succeed. 
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their attributes, contributions, distinctions, and 
similarities. Because culture is food, customs, tra-
ditions, values, clothing, and, above all, language, 
multicultural education is the study of these aspects 
of various groups. Principles of multicultural educa-
tion and recommendations for materials to teach 
multicultural education follow. 
Why should multicultural education be part of 
inservice and preservice teacher training? 
Teachers must come to the classroom with 
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more knowledge of and commitment to the 
children they teach . Language differences 
of Black students cannot be taken into ac-
count without more general knowledge 
about Black people ... (p. 35) 
Smitherman (1981) cites the actual language of 
the King Supreme Court decision regarding educa-
tional opportunities in 1979. The same concept has 
been expressed with respect to students of all ethnic 
backgrounds by educators, legislation, and court 
decisions. The King decision goes on to say: 
Not only language, but also historical, cul-
tural, socio-economic and political realities 
must be taken into account. In a time of 
increasing sociotechnological complexity, it 
is especially important that language de-
velopment skills be conducted in a way that 
preserves the continuity of perspective and 
the integration of self-image which students 
will requirein order to deal effectively with 
their pluralistic reality. That is to say that 
the technologically complex world must be 
comprehended by the same "mind", or 
within the same framework, with which the 
student comprehends self-not as something 
apart from self, or which negates self. (p.35) 
It has been successfully argued by Brembeck 
and Hill (1973) and others (Gay, 1983; Grant, 1981; 
Payne, 1983) that multicultural education is neces-
sary and that there is a need to better prepare 
teachers to multiculturally educate. America is in-
disputably plural. 
Recently in the literature and in mandates from 
accrediting bodies for teacher education, educators 
have been enjoined to spend more time preparing 
teachers for multicultural education. At the same 
time, multicultural education techniques already 
being taught to preservice teachers have been dis-
paraged for failing to be sufficiently experiential or 
for providing too pat a view of complex cultures. 
For instance, NCATE (The National Council for Ac-
creditation of Teacher Education) mandates multi-
cultural education inclusion in teacher preparation 
programs in its 1979 standard: 
Standard: The institution gives evidence of 
planning for multicultural education in its 
teacher education curricula including both 
the general and professional studies com-
ponents. 
Yet how to accomplish this is determined by indi-
vidual institutions within their own frameworks. 
What do we know about multicultural education? 
How should multicultural education be designed to 
be most productive? 
The following indicate several themes that pro-
vide direction for teacher training in multicultural 
education as well as suggestions for materials that 
meet the needs of teachers and students. 
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1. Make multicultural education comprehensive 
and integrated within several, if not all, aspects 
of the curriculum. 
This principle is true for both the training of 
teachers and the training of elementary and secon-
dary students. The term multicultural education 
suggests a focus on one area of education (Grant, 
1981 ). Grant reports on a study of 17 University of 
Wisconsin (Madison) education students who re-
ceived instruction that was multicultural for one 
semester and were interviewed at the end of three 
subsequent semesters. The students reported that 
multicultural education was only emphasized when 
it was required and that one course was insufficient 
to make a difference in their own classroom prac-
tices in the future. Grant concluded that without 
education that is multicultural, teacher education 
institutions actively perpetuate bias. 
Gay (1983) states that teachers should com-
municate worthiness of self and cultural knowledge. 
She further notes that teachers must be given 
adequate preparation for that job. Gay even pro-
vides a rationale for the efforts that a systematic 
and deliberate training in ethnicity and cultures will 
require. Multicultural training: 
a. helps teachers teach with authenticity and 
realism; 
b. aids teachers in the pract ice of matching 
teaching style to student learning style; 
c. offers alternatives to teachers from the "way 
they were taught"; 
d. helps teachers begin to interact with stu-
dents at higher levels of cognitive function-
ing; and 
e. enhances qualitative education. 
Gay reminds readers that the purpose of teacher 
education is to provide students with entry level 
skills; functioning in a pluralistic society is one of 
those skills. 
Multicultural education is equally important for 
young learners. Novak (1975) notes that culture per-
sists even when it is not taught or consciously trans-
mitted. Certain behaviors are fostered and rein-
forced in some cultures (Greeley, 1975). Given that 
cultural characteristics endure, it is important for 
students to learn about and understand other cul-
tures. Yet given the social, economic, religious, and 
political issues relevant to diverse cultures, it would 
be difficult to study cultures without enlisting all of 
the disciplines (Davis, 1982). 
Further support for the comprehensive nature 
necessary to the success of multicultural education 
programs is the potential fragmentation of the 
school curriculum (Ornstein, 1982). Tracing a multi-
cultural thread through all areas of a curriculum can 
help students integrate subject areas and avoid 
fragmentation. 
A final feature of the comprehensiveness con-
cept involves not just tapping all areas of the cur-
riculum or teaching ethnicity to all grade levels or 
preparing inservice and preservice teachers to carry 
out this mandate, but involves the decision regard-
ing content as well. Focusing only on the culture of 
the children being taught, even if the student popu-
lation is homogeneous, only expands a single di-
mension of cultural experience. Selecting only re-
cently arrived or large immigrant or minority groups 
to study also fails to provide the "big picture". 
Rodriguez (1982) lends further support to this 
premise in his investigation of multicultural educa-
tion training in special education teacher training 
programs. Multicultural education was not a focus 
of training with the exception of the area of assess-
ment. The purpose of teacher training should not 
be to educate special education teachers for one 
group but rather to educate special education 
teachers to deal with any group. Preservice teachers 
must be introduced to many cultures. Studying a 
wide variety of cultures appears to be the best veh-
icle for com batting bias and also for gaining a truly 
multicultural education? 
2. Materials used for multicultural education 
should be prescriptive and yet allow for indi-
vidualization. 
Materials prepared for multicultural education 
need to be prescriptive to some degree as multicul-
tural education is a relatively new component in 
most curricula. Teachers who received preservice 
training before multicultural education was re-
quired may feel the need for directive materials to 
begin new types of instruction. Washington (1982) 
conducted a study of 69 school systems in North 
Carolina with at least 20% minority enrollment. 
Three thousand seventeen teachers were surveyed. 
Teachers cited limited access to multicultural edu-
cation materials as a problem. More than half of 
the teachers never put up multicultural education 
bulletin boards. Consciousness-raising did not ap-
pear to be necessary but the provision of materials 
and teaching strategies were deemed most impor-
tant. Hands-on experiences were identified as the 
most useful learning forms. 
The need to provide directive materials for 
teachers is given more credence when one investi-
gates studies of current teaching practices. Mahan 
and Boyle (1981) surveyed directors of teacher edu-
cation. Sixty-six directors from twenty-five states 
responded and were supportive of multicultural 
education but had questions about implementation. 
The respondents felt that access to multicultural 
education was limited but growing. Respondents 
also indicated that they judged only 40% of teachers 
to be prepared for teaching in their current settings 
while only 1.6% were judged as prepared to teach 
inner-city or migrant youth. Teacher education may 
not accept the sole responsibility for multicultural 
education training but teacher training must cer-
tainly offer new programs to better prepare teachers 
for those children who constitute high proportions 
of the school-age population. Directive materials in 
many cultures may enhance this possibility. 
Yet teachers, as professionals, demand a certain 
amount of autonomy. To be effective, Gay (1983) 
suggests that it is necessary to operationalize prin-
ciples of teaching the whole child and personalizing 
instruction. Teachers must be given latitude to im-
plement teaching strategies and learning activities 
in a manner using personal and professional judg-
ment. 
3. Materials used for multicultural education 
should provide views of cultures in the United 
States and in the present as well as in their 
homelands and in the past. 
Multicultural education can provide a very real 
view of life if it is not limited to the "good old days" 
where there were perceptions of no turmoil and 
virtual homogeneity. Firstly, the United States is an 
inherently culturally plural society and must remain 
so to exist. Secondly, immigrants and refugees who 
came to America came for a reason and, by and 
large, are not returning to their homelands (Kelly, 
1984). Multicultural education should focus on past 
contributions and accomplishments without disre-
garding the very real current accomplishments and 
contemporary influences on American culture. 
Gay (1983) reports that although the United 
States is "indisputably plural", most Americans 
could be considered culturally illiterate. This is due 
in large part to enclavement. The fact of enclave-
ment, ethnic communities deliberately carving out 
niches of exclusive living situations, results in ethnic 
illiteracy. Learning about past and present cultural 
contributions eases that illiteracy and accompany-
ing bias. 
Freedman (1983) surveyed 22 state and territory 
departments of education and 315 schools selected 
for demographic, ethnic, and geographic represen-
tation. Twelve departments and 102 schools re-
sponded to the questionnaire. Objectives for multi-
cultural education were prioritized by respondents. 
The largest number of schools selecting various ob-
jectives included development of attitudes of toler-
ance, good will, and mutual respect (20) followed 
by enriching the cultural outlook of all students (10) 
followed by raising the self esteem of minority 
group members (8) along with raising the esteem 
of minority group members in the eyes of nonmem-
bers (8). These priority objectives are facilitated by 
the study of past histories but, as modern young-
sters are more moved by contemporary events, re-
cent cultural contributions are a necessary compo-
nent to fulfilling these affective objectives. 
4. Multicultural education must provide more 
than a set of verbal explanations. 
The call for experiential learning is a valid one, 
supported by theories and studies of effective teach-
ing and learning. In fact, Hollins (1982) calls for a 
learning theory that is multicultural. Perhaps this 
would solve the problem of integration of multicul-
tural issues with all ideas of learning but it does not 
alter the need for experiential learning for both 
teachers and students. 
Plocha (1975) reminds readers that the experi-
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ences of ethnic cultures cannot be distilled into a 
set of verbal explanations. So for preservice 
teachers, field experiences must be multicultural. 
For inservice teachers, learning sessions must be 
hands-on in nature. For elementary and secondary 
students, experiences with surface aspects (such as 
pow-wows, piriatas, and pierogi) are as essential 
as discussions of civil rights and European history 
(Payne, 1983). 
It is equally important for students to experience 
the process of equal opportunity. This is the heart 
of the adage: "Action speaks louder than words." 
Misconceptions that must be shed in order to make 
equal opportunity a reality are that multicultural 
education means a lowering of standards and that 
it is "minority only" education (Webb, 1983). Drop-
ping these misconceptions enables teachers of stu-
dents and teachers of teachers to provide an equal 
opportunity learning situation. 
Emphasizing the difference between immigrants, 
voluntary additions to America, and refugees, those 
who are displaced by war, politics, and invasion, 
and their expectations and experiences may be one 
aspect of multicultural education (Grambs, 1981). 
This can be accomplished experientially by the 
method of guest speakers and class interview and 
discussion. Grambs further suggests experiential 
strategies that 1nclude: 
a. the use of class resources (class members 
and their families presenting artifacts, cus-
toms, and foods) and 
b. finding out "what it was/is like" through the 
reading of biographies, autobiographies, and 
novels in addition to text book material. 
Additional experiences in the form of foods, visual 
arts, threatre, cultural festivals, field trips, muse-
ums, and language comparisons are also useful. 
The community should be utilized. 
5. The purpose of multicultural education is not 
separation but celebration. 
Greeley (1975) states that: 
there is nothing in the rich cultural, literary, 
musical, and artistic backgrounds of the vari-
ous groups that make up our society that is 
at all a threat to American political democ-
racy or social cohesiveness. 
He further suggests that what society should grant 
to ethnics is a sense of respect about their cultures 
and encouragement to study their ethnic back-
grounds. Each ethnic group should also be given 
the tools to develop some research scholars from 
their own ranks. 
The premise of "too much ethnicity" is false; 
we can all benefit from allowing the study and ex-
pression of ethnicity (Greeley, 1975). The current 
problem with multicultural education may be an 
overdose of defensiveness. As multicultural educa-
tion programs appear, critics are quick to label the 
programs as stereotyping ethnic groups. Where 
does a reasonable introduction to possible ethnic 
behavior, custom, and values end and stereotyping 
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begin? Listening to the critics may cause educators 
to throw their hands up in despair and abandon the 
multicultural education concept altogether. 
Certainly, paternalistic, jingoistic, and condes-
cending materials and methodologies must be 
avoided. This is the challenge facing educators. Yet 
efforts to do a good job with multicultural education 
should be rewarded and minor mistakes corrected 
by the community gently, without program-stop-
ping force. Multicultural education integrated in all 
subjects helps educators avoid a single view or bias 
inundating young learners. Integration in all sub-
jects may also reduce the criticism of "serially 
mono-ethnic" programs noted by Freedman (1983). 
Avoiding condescension not only averts poten-
tial criticism of multicultural education programs 
but also contributes to the concept of celebration . 
Every ethnic group may have historical events or 
political realities that do not fuel ethnic pride but 
every ethnic group surely has significant contribu-
tions to world culture and American culture to cel-
ebrate. These contributions take nothing away from 
other cultures; they simply provide more cause for 
increasing delight in the diversity and ingenuity of 
human existence. 
Recommendations 
As a result of the directives synthesized from 
experts on multicultural education, we propose a 
multicultural education series that covers almost 
every world culture and is presented in volumes for 
preservice and inservice teachers with activities for 
elementary and secondary students that use a vari-
ety of subject areas for learning. 
Textual passages of background information for 
teachers (that may also be shared with students 
who have good reading skills) should be followed 
by prescribed learning activities for children of 
elementary and secondary school age. However, 
the selection of appropriate activities as well as the 
ordering of the activities is left up to the teachers. 
In addition, the activities should be innovative and 
multidisciplinary in nature. Activities are not all-
inclusive but rather provide beginning points; 
teachers may and should add other activities and 
make appropriate amendments in the provided 
activities. 
The multicultural education materials we pro-
pose provide a general background in each culture 
with regard to language, religion, politics, and food 
while additionally noting cultural contributions of 
each ethnic group to American fashion, taste, and 
strength. 
A set of verbal explanations for teachers would 
be included but the series should also be rich in a 
library of active learning experiences for children 
of elementary and secondary classrooms. The 
series would include brief descriptions of each cul-
ture both to accommodate more cultural groups 
and to concentrate primarily on the positive. 
A composite of the theme behind multicultural 
education and the materials we propose emerges 
from the literature and experience with real prac-
titioners. The ideal materials cover all or most world 
cultures by providing some geographical, historical, 
linguistic, religious, culinary, and cultural informa-
tion. These information sections celebrate the diver-
sity and contributions of ethnic groups in America 
and abroad and are followed by descriptions of 
learning activities for grades K-12. The learning 
activities are multidisciplinary in nature and em-
phasize experiential learning. Teachers are encour-
aged to begin with the included activities and devise 
additional activities using the informational pass-
ages and student research as necessary. Teachers 
are encouraged to look for slow change in student 
affective development and also to understand that 
measures of change may be embedded in other 
subjects. This concept of multicultural instruction, 
while not perfect, addresses many of the past con-
cerns about multicultural education materials and 
programs. 
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Teaching the prospective or in-service teacher 
how to teach has been deemed an inconsequential 
process and a useless endeavor; it also has been 
considered an essential element and the focal point 
of teacher education. An application of the former 
might result in closing all departments, colleges, 
and schools of education. An example of the latter 
is discovered in Kilpatrick's contention that prepara-
tion for teaching distinct subjects requires "major-
ing" in the "teaching of their subject or area" rather 
than with "subject matter professors.'' 1 
The burden of the following remarks lies in 
suggesting a means of avoiding the extremes of 
eliminating formal teacher education, on one hand, 
and identifying teacher education primarily or ex-
clusively with the study of methods of how to teach, 
on the other hand. More specifically, the purposes 
here are (implicitly) to criticize the overly scientific 
and technical misdirections of teacher education, 
and (explicitly) to elucidate several norms for proper 
directions in teacher education. Underlying these 
matters, of course, is the necessity of a theological-
philosophical substratum. Reference to this last 
topic, followed by a brief explanation of the four 
dimensions of a teacher education program, pre-
cedes the formulation of seven norms for such a 
program. 
The necessity of theology and philosophy in 
planning a teacher education program rests par-
tially upon the following principle: the most funda-
mental and the ultimate sources of the meanings 
of any aspect of educational theory and practice -
including teacher education - are theology and 
philosophy.2 Philosophy is to be taken here as a 
branch of natural knowledge directed to investigat-
ing by means of natural reason the first causes and 
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highest principles of all reality. The following 
characteristics provide some practical clues to the 
kind of philosophy in question: (1) attention to pub-
lic, social concerns of present life, (2) research in 
history of philosophy, (3) investigation into specula-
tive, synoptic questions, such as the ultimate mean-
ing of life, and (4) development of the frontiers of 
philosophy and theology. Theology, on the other 
hand, signifies the rational investigation of the 
Christian God and Christian doctrine as revealed in 
the Scriptures and Tradition. 
The structure or framework of a teacher educa-
tion program consists of four categories, the signifi-
cance of which is derived primarily from the re-
lationship between theory and practice. Firstly, the 
theory of education is comprised of what can be 
designated "theoretical educational principles." To 
become engaged in the study of such principles 
entails, of course, an object of investigation, one or 
more first principles representing a "starting point," 
one or more methods of inquiry, and various kinds 
of conclusions. This kind of principle entails a broad, 
highly generalized conception of an ideal pattern 
of the process of education and its participants, as 
such, as well as certain pertinent details. Through 
the appreciation of such principles, one becomes 
able to define the nature of education. An example 
of a theoretical educational principle is the follow-
ing: the structure of the curriculum and the teaching 
methods to be utilized are determined largely by 
considering the demands of the subject matter, as 
such, and the needs of the students in their social 
envi ran ments. 
Secondly, by the "practice of education" is in-
tended the actual doing involved in effecting the 
responsibilities of the educator on a daily basis. 
While much of this functioning would be readily 
observable (in the case of formal or school educa-
tion) to anyone who visited the school, certain as-
pects of it would be carried on privately in a manner 
which could be physically observed (as a teacher 
paging through a book in the library), or in a manner 
not physically observable (as an educational ad-
ministrator thoughtfully canvassing alternative sol-
utions to a specific administrative problem while 
completing his five-mile run for the day). 
Somehow "between" the theory of education 
(and its theoretical educational principles) and edu-
cational practice is a realm which might be called 
the "theoretical-practical.'' While this realm is not 
directed immediately toward appreciating and de-
veloping the large, general conceptions of educa-
tion, neither is it to be identified with educational 
practice in the sense described above. It is com-
prised of what might be designated "theoretical-
practical educational facts and prescriptions," 
namely, those facts and prescriptions which directly 
concern questions of how the educational process 
has been, is being, and ought to be actualized rela-
tive to immediately practical matters. Such facts 
and prescriptions are theoretical in that they sym-
bolize meanings rather than overt activities, and 
they are practical in that their scope includes only 
matters pertaining directly to doing. Such a pre-
scription may be exemplified as follows: a particular 
class period should be planned in such a manner 
as to involve various procedures or activities; this 
plan then must be adapted to the circumstances 
arising in actually conducting the class. 
Thus far, this consideration of theory and prac-
tice in education has led to the conclusion that 
theoretical educational principles and theoretical-
practical educational facts and prescriptions can be 
distinguished from educational practice. Indigen-
ous to this complex of educational theory and prac-
tice is another category of principles, which can be 
understood independently of education, but which 
also can be seen to bear special modes of relation-
ships to education. This category (of "educationally-
related principles"), highly diverse in its unity, is 
discovered in various academic disciplines. As indi-
cated above, two disciplines which bear extraordi-
nary significance for the educator are theology and 
philosophy. Others include history, economics, 
psychology, and sociology.3 
Further attention will be given to the inter-
relationships of these four fundamental elements 
in the structure of a teacher education program in 
the summary and conclusion. The next immediate 
concern is the seven norms of teacher education; 
the statement of each with a brief commentary ob-
viously suggests the need for further theological, 
philosophical, and empirical testing and evaluation. 
However, the direction of teacher education prom-
oted by means of these norms also provides some 
indication of the orientation of the standards by 
which they ought to be judged. It should be noted 
that these norms pertain to teacher education, in 
general, meaning that education which is intended 
for the prospective or in-service teacher preparing 
to teach in or teaching in an elementary or secon-
dary school or a liberal arts college. 
Norm #1 - A strong liberal arts education is the 
heart of the process of preparing a teacher for the 
profession . This dimension of the preparation con-
sists of explorations in the humanities, social sci-
ences, ph.ysical sciences, and mathematics. It 
should include substantial investigations in theol-
ogy and philosophy. Desired results of this kind of 
education include learning how to think in accord 
with various modes of subject matter, and how to 
interrelate those modes to one another and to one's 
ultimate purpose(s) in life. 
Norm #2 - A thorough knowledge of the 
academic discipline(s) to be taught is an essential 
feature of a teacher education program. This means 
a familiarity to the point of habit in the employment 
of a starting point and method(s) of reflection in 
deriving conclusions within a specific subject of 
study. In conjunction with learning how to think, of 
course, is gaining a sufficient awareness of the con-
tent available in the literature of the field. 
Norm #3-The prospective or in-service teacher 
must become more aware of the nature of the per-
son, including the cognitive process, from various 
interrelated perspectives. These perspectives in-
clude those associated with theology, philosophy, 
history, anthropology, psychology, sociology, biol-
ogy, political science, and others. They include em-
pirical as well as non-empirical approaches to the 
study of the human being. The importance of this 
awareness for the prospective or in-service teacher 
is obvious: all beings engaged in the educative pro-
cess in question (teachers, students, administrators, 
etc.) are persons, and interpersonal communication 
is indigenous to the process. 
Norm #4- The prospective or in-service teacher 
should be and should become a morally good per-
son. Although this does not seem to be considered 
a highly pertinent issue, if it is considered at all, in 
contemporary teacher education,4 the old adage 
that a person teaches more by what he does than 
by what he sa~s apparently is as true today as it 
ever has been. Included, of course, in this good-
ness is the necessity of sensitivity to the real needs 
of other persons and the desire to contribute to the 
fulfillment of those needs.6 Furthermore, presum-
ably, for most persons who believe in a Supreme 
Personal Being, religion necessarily is involved in 
moral development. At any rate, the teacher edu-
cator can teach ethics and moral theology, but ap-
parently must rely upon indirect means (including 
personal moral goodness!) to assist the prospective 
or in-service teacher to become a good person.7 
Norm #5 - Any consideration of how to teach 
should be linked directly to what is to be taught. 
Even though there are some common elements of 
all teaching in academic fields, the more emphasis 
placed upon these common elements, as such, and 
the more they are divorced from teaching specific 
subject matter, the more abstract the considerations 
become. While this is not an argument against 
abstraction, it seems evident that in this context -
practical applications of principles to actually learn-
ing the art of teaching - such abstractions tend to 
become meaningless and useless. In any case, even 
though there are features common to all academic 
teaching, their actual application in learning how 
to teach will vary to some extent in terms of the 
subject matter to be taught. 
Perhaps a good example of a concern for learn-
ing how to teach is seen in contemporary religious 
education, where attention is focused upon the sub-
ject matter within the process. In this, as in all in-
stances of teaching, how one teaches depends upon 
the purposes of the process, which are inseparable 
from what is to be taught. Despite the fact that re-
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ligious educators (or catechists) have a special con-
cern for influencing the character and daily living 
of a, student, the following citations appear to be 
pertinent. 
No method, not even one much proved 
in use, frees the catechist from the personal 
task of assimilating and passing judgment 
on the concrete circumstances, and from 
some adjustment to them. For outstanding 
human and Christian qualities in the cate-
chists will be able to do more to produce 
successes than will the methods selected. 
The work of the catechist must be con-
sidered of greater importance than the 
selection of texts and other tools. 8 
While these quotations suggest the substance of 
the fourth norm, the point here is the subordination 
of teaching methods, as such, to the content of the 
educative process, and the being and conduct of 
the teacher. 
Norm #6 - An essential means to learning how 
to teach a particular academic discipline is to ac-
quire reflexive knowledge of the method(s) of 
thought peculiar to that discipline. This kind of 
awareness requires learning how to think habitually 
by employing the mode(s) of thought utilized in the 
particular subject, and then reflecting on the inter-
relationships of the starting point(s), method(s) of 
reflection, and conclusions extant in that process 
of thinking. These two "stages" form the basis for 
intelligently confronting the question of how to pro-
mote and to assist a student to think in a similar 
manner. The emphasis on process here is not in-
tended to diminish the significance of subject mat-
ter or content because the former is empty and use-
less without the latter. 
Norm #7 - The direct process of learning the 
practical art of teaching (becoming able to teach) 
ought to be undertaken by observing, assisting, and 
teaching in the laboratory classroom. The college 
classroom in a teacher preparation program is to 
be utilized to teach prospective teachers how to 
think about the process of education and its partici-
pants and their interrelationships. The art of teach-
ing itself cannot be learned by being told directly 
(in a college classroom or anywhere else) how to 
do it. It can be learned only by observing and assist-
ing master teachers, and teaching under their super-
vision enroute to independent practice of the art. 
This should be done, of course, in the academic 
discipline(s) and at the level(s) pertinent to the cir-
cumstances of the prospective or in-service teacher. 
Obviously related to gaining mastery of the practical 
art of teaching is a certain awareness of theoretical 
educational principles and theoretical-practical edu-
cational facts and prescriptions as well as educa-
tionally related principles. 
This paper has been devoted primarily to a 
search for a direction in teacher education which 
follows a path between two extremes: teaching the 
prospective or in-service teacher how to teach is, 
on one hand, an inconsequential process and a use-
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less endeavor; and, on the other hand, it is the most 
essential element and the focal point ofteacher edu-
cation. Brief consideration of the necessary and fun-
damental roles of theology and ph ilosophy in plan-
ning a teacher education program, along with the 
four dimensions of such a program relative to 
theory and practice, preceded the formulation of 
seven norms for teacher education. These norms 
covered the following topics: the central role of a 
liberal arts education, knowledge of the academic 
disciplines to be taught, awareness of the nature of 
the person, the priority to be given to morality, the 
connection between learning how to teach and what 
to teach, and acquiring skill in the art of teaching. 
A few other comments constitute the conclu-
sion of this paper. Firstly, from this point of view, 
formal teacher education (as conducted in depart-
ments, colleges, and schools of education) may be 
subjected today to widespread and intensive criti-
cism because it takes itself far too seriously. Two 
factors possibly linked to this observation are the 
perceived need to make education a "science" and 
the proliferation of courses to maintain and create 
jobs. 
At any rate, it has been said that human beings 
are better able to do some things than to understand 
how to do them.9 It would be difficult to prove 
whether, and, if so, how this applies to teaching; 
nevertheless, the significance of the statement for 
teacher education is noteworthy. Evidence for this 
assertion lies in the observed fact that student 
evaluations of teaching in a particular course can 
yield one of the best and one of the worst evalua-
tions imaginable. 1° Further evidence lies in the ob-
vious importance of the personalities of the teacher 
and the student in this close personal relationship. 11 
Furthermore, it seems clear enough that the evalu-
ation of effective teaching never has been an exact 
science, is not one presently, and never will be one; 
among the reasons for this are the immeasurability 
of the human spirit and its products, and of the 
ultimate ends sought. 
There seems to be some indication that many 
teachers today care too much about the student 
and too little about teaching him 12- which reflects 
the impoverishment of teacher education pro-
grams, seen especially in the tendency to identify 
teacher education primarily (if not exclusively) with 
providing the prospective or in-service teacher with 
a myriad of details about how to teach. 
The final concluding remarks take us back to 
the prefatory comments on the roles of theology 
and philosophy in planning a teacher education 
program and on the structure of such a program 
relative to theory and practice. Those two topics 
are intrinsically and intricately related. 
It will be recalled that, although the education-
ally-related principles are not educational in the 
manner observed regarding the theoretical educa-
tional principles and the theoretical-practical educa-
tional facts and prescriptions, they are (in some in-
stances, at least) more fundamental to education in 
that the theoretical principles and the theoretical-
practical facts and prescriptions depend upon them 
in some manner. In other words, a more thorough 
understanding and appreciation of the directly edu-
cational principles, facts, and prescriptions could 
be realized by adverting to the educationally-related 
principles. Furthermore, one's agreement or dis-
agreement with the theoretical educational princi-
ples and the theoretical-practical educational facts 
and prescriptions is almost certainly traceable even-
tually to the educationally-related principles, and 
ultimately to matters philosophical and/or theolog-
ical and/or religious. 
These last two statements rest on the presump-
tion that the theoretical educational principles and 
the theoretical-practical educational facts and pre-
scriptions are rooted in certain philosophical and/or 
theological and/or religious principles. However, 
the integral relationship within and among all three 
levels cannot be overemphasized. It appears that 
the actual practice of sound education demands a 
clear formulation and application of principles, or 
facts and prescriptions, at each of these levels as 
well as a consistency within each level and among 
all three. 
The point to be made here pertains again to the 
essential and integral roles of theology and philos-
ophy. It is clear that the basic directions of educa-
tional practice are derived from theoretical educa-
tional principles and theoretical-practical educa-
tional facts and prescriptions, which, in turn, are 
grounded in educationally-related principles. While 
the last mentioned category includes such aca-
demic disciplines as history, anthropology, psychol-
ogy, sociology, biology, economics, and political 
science, the most fundamental of them are theology 
and philosophy. This is so because the last two 
embody questions addressed to the ultimate nature 
of reality. Furthermore, theology is unique among 
all disciplines insofar as it is founded upon human 
experience of the Divine; in light of this fact, theol-
ogy - as well as the religion upon which it rests -
has meaning for the educator which is fundamental 
to all other meaning. 
A presently practical implication of this last 
paragraph is the fact that the seven norms for 
teacher education proposed above rest upon theo-
logical and philosophical principles. While this 
theoretical substructure will not be elaborated here, 
it can be said that the above norms are closely re-
lated to the following philosophical principles. 1) 
Reality is fundamentally dualistic (comprised of 
matter and spirit). 2) The human being is a unity of 
body and soul. 3) By means of the spiritual soul (in 
union with the body), a person is capable of know-
ing the truth and willing the good. 4) There are 
somewhat different, interrelated kinds of knowl-
edge sought by means of somewhat different, inter-
related methods of reflection. 5) Logical truth is the 
correspondence of the representation in the mind 
with external reality. 6) There are universal truths 
ascertainable by reason. 7) There is an Ultimate 
Reality, God, knowable by reason to some extent 
and by Divine Faith. 
On the other hand, the seven norms appear to 
be misapplications, to some extent, of the following 
philosophical principles (which can be compared 
to each of the previous ones in respective order). 
1) Reality is fundamentally pluralistic. 2) The human 
being is a being capable of functioning through 
adaptation to the environment and adaptation of 
the environment in response to specific (conscious 
and unconscious) needs. 3) Through this kind of 
functioning, what is true and good in life is created. 
4) There is one kind of knowledge, which is attain-
able through a single empirical method. 5) Truth 
and good are created by means of efforts toward 
social adjustment, and their quality is determined 
by the consequences of those efforts. 6) Truth is a 
process totally conditioned by historical circum-
stances; while a past truth can be used, it never 
existed prior to a specific occasion and will never 
exist (as a truth) again. 7) There is no possibility of 
raising a meaningful question of the existence of a 
Transcendent Being due to the nature of the only 
method of rationality; "God" is a term to be em-
ployed in connection with the process of general 
adjustment.13 
A respectably complete substantiation of the 
seven norms for teacher education proposed above 
obviously would include an analysis and evaluation 
of these two sets of principles, in themselves; in 
relationship to teacher education, in general; and 
in relationship to these norms, specifically. 
Finally, it does not seem to be a bewildering 
accident of recent and contemporary history that 
the tendency to identify teacher education with as-
sisting (if not telling) the prospective or in-service 
teacher how to teach by means of innumerable 
"methods courses" has accompanied the wide-
spread popularity of empiricist and analytical 
philosophies and behaviorist psychologies which 
entail the elimination of meaningful synoptic ques-
tions and the equation of (educational) research 
with empirical research. On the other hand, it pre-
sumably can be demonstrated that a revitalization 
and implementation of philosophy (as described 
above - including especially its relationship to 
theology) is the basis for turning misdirections in 
teacher education into proper and beneficial direc-
tions in that fundamental cultural enterprise. Until 
this happens, departments, colleges, and schools 
of education in American colleges and universities 




1William Heard Kilpatrick, Philosophy of Educa-
tion (New York: The Macmillan Company, 1951 ), 
p. 327. The reason that Kilpatrick gives for this pos-
ition is that ordinarily "subject-matter professors 
fail to appreciate the fuller and truer aim of modern 
education and tend to indoctrinate their students 
against the modern point of view." This reason 
must be understood, of course, in terms of Kilpat-
rick's theory of knowledge. 
2 Perhaps, it could be argued effectively that, 
apart from theological and philosophical reflection, 
there is no source of rational evidence to support 
prescriptive value judgments. 
3 For a detailed account of this structure of a 
teacher education program, see Peter M. Collins, 
"The Nature and Study of Education," The Irish 
Journal of Education, XIV (Summer and Winter, 
1981), 92-115. 
4 Perhaps, the greatest concern about this norm 
today is expressed negatively: matters of moral 
character, as such, must be avoided or handled very 
carefully in certifying and hiring teachers because 
they are private matters and the slightest indiscre-
tion could provoke litigation. 
5Related to this is an interesting concern of 
some undergraduate students regarding Rous-
seau's authenticity as an educational theorist in 
light of the fact that he sent his five children (born 
out of wedlock) to an orphanage. 
6An educational setting requires, of course, a 
"disinterested love" of all students as distinct from 
an erotic love based upon choice. For this distinc-
tion, see Martin Buber, "Education," Between Man 
and Man, translated by Ronald Gregor Smith (New 
York: The Macmillan Company, 1965), p. 83-103. 
7 For an explanation of the paradox of forming 
the intellect (ordained to know the truth) and the 
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will (ordained to choose the good), see Jacques 
Maritain, Education at the Crossroads (New 
Haven : Yale University Press, 1943), pp. 27-28. 
8 Sacred Congregation for the Clergy, General 
Catechetical Directory, English translation of the Di-
rectorium Catechisticum Generale (Washington, 
D. C.: Publications Office, United States Catholic 
Conference, 1971), p. 56. 
9 Radio station WBBM, Chicago, at about 12:55 
A.M., May 11, 1982. 
1°Furthermore, it is not unrealistic to recognize 
the possibility that the worst student evaluation 
may signify the most effective teaching in a particu-
lar instance. 
11 Coach Don Nelson of the Milwaukee Bucks 
of the National Basketball Association has said 
that some coaches just can't coach some players. 
Perhaps, there is a relationship of this judgment to 
teaching. 
12 Not unrelated to this matter are test results 
in elementary and secondary schools. See also 
Steven M. Weiss, "I Remember Max," Point of View, 
a later version of an article appearing in The Runner, 
the campus newspaper at California State College 
at Bakersfield. The subtitle of the article reads, "He 
was the best professor I ever had, a brilliant scholar 
- and I hated his guts." 
13The first set of principles, as indicated, repre-
sents features of my own theology-philosophy of 
life; this does not mean that a substratum for the 
seven norms of teacher education cannot be sought 
in variations of these principles. The second set of 
principles is chosen because ofthe manner in which 
they oppose the first set and because of their prom-
inence in the history of twentieth-century American 
philosophy, philosophy of education, and philos-
ophy of teacher education. 
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Although the ancient Greeks were among the 
first to search for an effective means of assessing 
human intelligence, it has been only during the last 
century that the measurement of human potential 
has been explored with any useful results. Sir Fran-
cis Galton (1822-1911), an Englishman who himself 
possessed a towering intellect, carried out the first 
major research effort in this area (Stanley and Hop-
kins, 1981 ). Galton was a cousin of Charles Darwin 
and an ardent proponent of Darwin's theory of 
evolution. He believed that there is not only vari-
ation between species, but also inherited individual 
differences among members of a species. He be-
lieved further that a correlation exists between intel-
ligence and an individual's ability to distinguish 
between different physical stimuli. In testing his 
theory, Galton carried out the first mental tests as 
he measured individual differences in reaction, 
memory, and sensory acuity. 
Near the close of the nineteenth century there 
was a number of scholars following Galton's lead 
and working in the area of cognitive processes. 
Among them were Karl Pearson in England, James 
Cattell in the United States, and Wilhelm Wundt in 
Germany (Sattler, 1982). However, it was a team of 
Frenchmen, led by Alfred Binet (1857-1911 ), who 
developed what proved to be an effective method 
to measure intelligence (Carroll, 1982). 
Binet and his colleagues created a test com-
prised of complex mental tasks instead of simple 
sensory functions. Most of the tasks demanded an 
understanding of language and the ability to reason 
with verbal or non-verbal materials. The series of 
tasks, moreover, was highly varied, and ranked in 
order of difficulty. By ranking the mental tasks, and 
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then standardizing them on a group of normal chil-
dren at each age level from 3 to 11 years, it was 
possible for Binet to compare an individual child's 
performance with the age of children who per-
formed similarly. From this he was able to get an 
indication of the individual's intellectual develop-
ment (Stanley and Hopkins, 1981 ). 
With the introduction ofthe Binet-Simon Scales, 
the testing movement began to grow, both qualita-
tively and quantitatively. Lewis M. Terman (1877-
1956) adapted and standardized the scales de-
veloped by Binet and his colleagues for use with 
average American students (Sattler, 1982). Just as 
Terman found the original Binet-Simon Scales inap-
propriate for use with average American children, 
David Wechsler (1896-1981) found the test unsatis-
factory for use with adults. In 1939 Wechsler pub-
lished the first individual intelligence test designed 
specifically for adults. This test was later scaled 
down for use with children. The work of Wechsler 
was perhaps a final milestone in the early develop-
ment of intelligence tests. His three intelligence 
scales (WIPPSI, WISC, and WAIS) now rival the 
Stanford-Binet in popularity and acceptance. 
Still, despite their rapid growth and acceptance 
(or maybe because of it), tests of mental ability have 
always had many critics. Moreover, the debate sur-
rounding such tests has gained renewed vigor in 
recent years, primarily because standardized tests 
of mental ability are being used increasingly in de-
cisions that can profoundly affect people's lives. 
They are becoming important tools used in group-
ing students, in predicting student performance, in 
deciding who will be admitted to college, and even 
for a host of non-educational purposes such as per-
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sonnel selection and job promotion. 
This widespread use of intelligence tests, and 
the severe, and at times valid criticism of such tests 
ought to give pause to the school guidance coun-
selor. That is not to say tests of mental ability should 
not be administered in the schools. It is to suggest, 
however, that in order to insure that tests of mental 
ability are effective tools, there are a number of 
guidelines to which counselors need to give close 
and careful attention: 
1. Avoid over-reliance on tests of mental ability. 
Research has demonstrated that there can be a tre-
mendous variation in an individual's scores over 
time (Gaudry and Spielberger, 1974). There are a 
host of variables, in fact, that can affect a person's 
performance on such tests. Some of these include: 
rapport with the examiner, physical environment in 
which the test is given, events in the student's life 
immediately preceding the administration of the 
test, and outside pressure from parents or teachers 
to perform at a certain level. Be cautious in using 
test scores as if they are cast in concrete. Although 
psycho-educational testing is based on scientific 
principles, it is still a comparatively new science. 
2. Avoid using intelligence test scores in isola-
tion. A single test score is just one piece of a puzzle, 
one insight into a student's ability and learning 
style. It should thus be considered not by itself, but 
together with every other bit of information you can 
collect about the student. When examined as one 
source of information about a student, the intelli-
gence test score can be extremely useful in under-
standing that student's educational needs, strengths, 
and weaknesses (Anastasi, 1982). To focus on the 
intelligence test score to the exclusion of other infor-
mation about the student, however, is much like 
the six blind men all touching a different part of an 
elephant and attempting to describe the animal. The 
picture you get will be distorted and incomplete. 
3. Avoid using an intelligence test that is inap-
propriate for your purposes. Be sure the test you 
are using is valid and reliable for the use to which 
you are putting it (Cronbach, 1984). A test that is 
statistically valid and reliable is rendered useless 
when it is administered to measure something that 
it was not designed to measure. Examine the back-
ground and the history of the development of the 
test you want to use, and be certain that it is approp-
riate for your purposes. For example, the Wechsler 
Intelligence Scale for Children-Revised is an excel-
lent test which gives a verbal, performance, and full 
IQ. However, if it were used to measure student 
progress in a program designed to develop higher 
order thinking skills, the students' scores would not 
be very instructive. There are a number of other 
tests, designed specifically to measure ability in 
higher order thinking skills, that would yield more 
reliable information. 
4. Avoid using test scores to label, categorize, 
and place children in educational programs. Do not 
accept test scores on blind faith. A score may indi-
cate that a student meets some arbitrary criteria for 
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a program, but do not be too quick to label a student. 
Standardized tests can be useful screening devices. 
They can provide important information regarding 
a student's possible problems and educational 
needs (Borland, 1986). However, as they say, "the 
proof is in the pudding." The real test of the appro-
priateness of a label, category, or program is 
whether or not it meets the student's needs. Be sure 
to closely observe the student and collect informa-
tion regarding how the student functions in the 
learning environment in which he or she has been 
placed. Re-check the child's progress on a regular 
basis to insure that the program is still appropriate. 
Special education law requires this at least every 
three years. It is, moreover, a good practice to follow 
in any program. Certain variables, discussed above, 
can have a tremendous impact on a student's test 
performance. Periodic re-evaluation to determine 
the efficacy of any label, category, or program is 
imperative (Cronbach, 1984). 
5. Avoid over-reliance on a global score. Item 
analysis is one feature of intelligence testing that 
is frequently neglected. A global score is generally 
reported, and decisions are then made without even 
looking and probing beneath the surface of that 
score. An in-depth examination of a student's per-
formance and response to individual test items can 
provide a wealth of information concerning the way 
a student thinks and learns. This analysis, together 
with an understanding of the theory underlying the 
test's construction, can be extremely helpful in de-
termining a student's educational needs (Nunnally, 
1978). 
6. Avoid keeping parents "in the dark" about 
intelligence tests. After testing has been completed, 
school personnel are faced with one of their more 
difficult tasks - reporting scores to parents (Educa-
tional Records Bureau, 1964). Far too often we do 
students and their parents an injustice by simply 
giving them test results with no framework for un-
derstanding the scores. Regrettably, we assume 
they are incapable of understanding the test. We 
must be open and candid with parents. Not only do 
we need to let them see the test, but we need to 
explain some of the theory and history behind its 
development, and explain what abilities the various 
sections are measuring. We also need to help par-
ents understand the variables that can affect student 
performance on the test, and help them balance 
that particular test with other information about 
their child. Finally, we should tell parents what a 
particular test suggests about their child's strengths 
and weaknesses, as well as how to build upon those 
strengths and overcome those weaknesses with the 
aid of specific and concrete learning activities 
(Goldman, 1971 ). 
Standardized tests of mental ability can be a 
tremendous aid to school personnel. They have the 
potential for increasing our understanding of learn-
ing in the classroom, as well as sharpening our 
ability to promote that learning. Yet before that po-
tential can be realized, counselors must see intelli-
gence tests as tools to be used, not burdens to be 
endured, and as a means to an end, not an end in 
themselves. More importantly, counselors must use 
standardized tests properly, and in order to do that, 
they must first understand them - their strengths 
and their weaknesses, how to use them and how 
not to use them. Only by keeping in mind the impor-
tant guidelines discussed above can we do what 
Galton and others attempted to do some 100 years 
ago: translate individual ability into individual 
achievement. 
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Adolescents today may be faced with more 
academic and social challenges than any of their 
predecessors. With education accountability de-
mands pushing toward more rigorous academic 
standards, (Spady and Marx, 1984; Valdivieso, 
1986), combined with the widely discussed contem-
porary social problems confronting students, ado-
lescents are seemingly put to test daily within our 
public and private school systems. These demands 
appear to take their toll. For example, in 1981, 
by the time of graduation, 16 percent of whites, 
19 percent of blacks, and 26 percent of Hispanics 
had dropped out of school, and in many urban 
areas these figures appear conservative (Select 
Committee, 1983; U. S. Department of Education, 
1987). These high attrition rates parallel and are 
symptomatic of underlying social, political, and 
educational etiologies. 
Some immediately recognizable correlates as-
sociated with dropping out of school include (a) low 
grades in school, (b) lack of books and other reading 
materials in the home, (c) level of schooling of par-
ents of the same gender, (d) socioeconomic status 
of the family, and (e) teen pregnancy (Alexander 
and Eckland, 1975; Bachman, et. al., 1978; Kolstad 
and Owings, 1986; and Rumberger, 1983). Evidence 
also suggests that 75 percent of school dropouts 
have experienced previous failure beginning about 
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fourth grade. Failing grades have been significantly 
correlated not only with dropping out of school, but 
also with opting not to continue beyond high school 
(Fitzsimmons, et. al., 1969). Academic failures in the 
dropout population are not necessarily explained 
in terms of lack of motivation or cognitive skills, but 
can be described as social, political, economic, and 
educational systems failures (Morrow, 1986). 
Thus in facing the problems of student school 
retention (or dropout prevention), it appears one 
must go beyond just surface dilemmas, such as 
remediating academics (Wells, et. al., 1987). Hamil-
ton ( 1986), after an extensive review of professional 
literature and meta-analysis on school dropouts, 
concluded that prevention programs should opti-
mally include the following components : (a) separa-
tion of potential dropouts from other students, (b) 
inclusion of a strong vocational component, (c) use 
of out-of-class instruction, and (d) intensive coun-
seling. 
The program described here was developed to 
address the individual and diverse needs of "high-
risk" adolescent dropouts. The unique ecological 
features of this program provided an opportunity 
to create an environment specifically designed to 
superscribe the social, economic, educational, and 
even political underpinnings of maintaining student 
school retention. 
Method 
A "total immersion" summer program, eight 
weeks in length, was designed and implemented 
for 80 at-risk students, from 14 to 17 years of age. 
The population included 32 females and 48 males 
from rural settings in northern Louisiana. Particip-
ants were identified by public school guidance 
counselors as being "at highest risk" in their local 
schools for dropping out of school before gradua-
tion. 
The ultimate goal of the program was to encour-
age participants to remain in school through gradu-
ation. The three basic components of the program 
used to address this goal are described below. 
Project Description 
Identification of Participants. Participants were 
selected by secondary school counselors in an 18 
parish region of northern Louisiana. The criteria 
provided to school counselors to be used in the 
selection process included the following: (a) 
economic disadvantagement, (b) academic perfor-
mance, (c) behavioral/adjustment problems, (d) 
family history of dropouts, (e) personal interview 
revealing "high-risk" factors, and (f) counselor judg-
ment (specified). 
Counseling Component. Participants were 
housed in student dormitories on the Louisiana 
Tech University campus for the eight week project 
duration. During their stay each participant received 
group and individual counseling from certified 
counselors (one hour minimum per week), as well 
as vocational counseling on a rotating basis from 
two full-time vocational counselors. In addition, 
fourteen full-time student counselors and student 
dormitory counselors (university students), were 
assigned seven to nine participants and served as 
personal counselors on 24-hour call for their as-
signed students. The student counselors were pro-
vided pre-program training in appropriate counsel-
ing techniques and student school retention theory. 
Two full-time master counselors implemented and 
coordinated the counseling component of the pro-
ject. 
Academic Component. Participants attended 
academic classes five days per week for the du ration 
of the program. During that time, students partici-
pated in a total 120 clock hours of group and indi-
vidualized instruction, 60 hours of language arts/ 
reading, and 60 hours in mathematics. Two team 
teachers worked with 20 students, resulting in a 
10: 1 student-to-teacher ratio. Participants who suc-
cessfully completed the academic component re-
ceived ½ Carnegie unit of credit in mathematics 
and ½ Carnegie unit in language arts, to be applied 
toward credit for high school graduation. The pri-
mary curriculum of mathematics instruction em-
phasized remediation and mastery of basic opera-
tions and problem solving skills; however, pre-
algebra concepts were introduced to certain stu-
dents. In the language arts component, the cur-
riculum focused on development and mastery of 
reading skills and expository writing skills. Both the 
language arts and math curricula were com-
plimented with computer assisted instruction. Par-
ticipants also attended evening tutoring sessions 
with their assigned student counselor a minimum 
of three hours per week. 
Vocational Component. Program participants 
were placed in a variety of work sites on the univer-
sity campus, working four hours per day and receiv-
ing minimum wage for their services. On-site work 
supervisors, as well as vocational counselors and 
student counselors, monitored work experiences 
and provided on-the-job vocational instruction and 
support. Students were assigned as assistants in 
the following university work sites: administrative 
offices, library, academic departments, building and 
grounds, maintenance, equine farm, and university 
police. 
Results 
Description of Participants 
Forty-eight males (60%) and thirty-two females 
(40%), from a fourteen parish-wide area served as 
subjects/participants in this model program. All 
subjects were judged by their respective school 
counselors to be "at highest risk" for dropping out 
of their local school. Chronological ages of program 
participants ranged from 14 to 17 years, the average 
age being 15.5. Participants included 64 blacks 
(84%; 41 males and 26 females), and 13 whites 
(16%; 7 males and 6 females). The initial criterion 
for participant selection was family income, desig-
nated by the federal government (U.S. Department 
of Labor, 1986), using poverty level standards. Sec-
ondary criteria (listed previously) served as screen-
ing devices and as guidelines for school counselors 
in the process of identifying those at the greatest 
risk for dropping out of school. 
Student School Retention Data 
All eighty participants in the program described 
remain in school to date. These data along with 
follow-up data collected on the previous year's par-
ticipants (1986) have been compared with student 
school retention data on a control group of non-par-
ticipant "high-risk" students. The control group of 
students was identified in the same way as partici-
pants in that school counselors rated them as meet-
ing the criteria established as "highest risk" for 
dropping out of school, but for one reason or 
another, they did not participate in the program. 
Counselors were asked to determine if those iden-
tified for the control group were either at higher or 
lower risk than participants they identified; if so, 
those individuals were removed from the control 
group pool. Results of the control group follow-up 
study are summarized in Table 1. 
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Table 1 
Student School Retention Follow-up Results 
Freq. In Freq . 
STUDENTS n School Dropout % Dropout 
1986 Participants 80 75 5 6% 
1987 Participants 80 80 0 0% 
Total Participants * 160 155 5 3% 
Control Group ** 39 32 7 21.2% 
* Total participant data are based on two-year follow-up of 1986 participants 
and one-year follow-up of 1987 participants. 
** Based on a one-year follow-up. 
A follow-up of eighty 1986 participants revealed 
a 6% dropout rate as compared to a mid-year result 
of no (0%) dropouts in the 1987 treatment group. 
A mid-year follow-up of control group students re-
vealed a 21.3% dropout rate. Dropouts were deter-
mined only if students were identified as no longer 
attending school without graduating. Students still 
registered and regularly attending school (including 
transfers to different school districts or programs) 
were considered retained in school. Treatment 
group students were found to be significantly more 
likely to remain in school than their control group 
counterparts. 
Academic Data 
Statistically significant progress was made by 
participants in both mathematics and language arts 
during the eight week program. Pre- and post-test 
data, raw-score California Achievement Test (Level 
18) data, indicated an average gain of 57.2% in 
mathematics computation and an average gain of 
51.6% in mathematics concepts. In language skills, 
mean increases ranged from 17.7% for comprehen-
sion to 44.5% for spelling. Additional data related 
to academic gains are reported in Table 2. Average 
percentile gains are included as an interpretive 
reference for raw-score data. 
Table 2 
Academic Progress as Measured by the 
California Achievement Test* (CAT) (N = 0) 
CAT Pre-Test Post-Test Average t-Ratio O** p 
Subscale Mean Mean Gain(%1 Post-Pre df = 79 
Vocabulary 27.4 33.9 + 27.8 6.13 <.0001 
Comprehension 32.7 36.8 + 17.7 4.60 <.0001 
Spelling 23.5 31.0 + 44.5 6.54 <.0001 
Language 
Mechanics 19.7 25.1 + 30.5 9.98 <.0001 
Language 
Expression 34.5 39.9 + 18.4 5.17 < .0001 
Math 
Computation 28.4 41.5 + 57.2 10.17 < .0001 
Math Concepts 29.7 41.5 + 51 .6 8.43 <.0001 
* Indicated in Raw Scores. 
** Mean of Gains = D 
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Vocational Data 
University personnel who supervised project 
participants in job situations rated participant im-
provement in seven areas of basic vocational com-
petence. The instrument used was a 5-point Likert-
type scale (0 = no improvement; 5 = greatly im-
proved). The mean improvement ratings for "over-
all work behavior" was 3.72. As reported in Table 
3, significant improvement was shown for all seven 
basic vocational competencies. 
Vocational 
Table 3 
Average Rating of Improvement in 
Vocational Competencies* (N = 80) 
Average t-Ratio Q 
Competency Improvement (Ho : = DI (df = 791 
Attendance 3.91 31.53 <.001 
Punctuality 3.76 26.25 < .001 
Appearance 3.88 36.52 < .001 
Attitude 3.83 29.30 <.001 
Follows 
Directions 3.83 31 .52 <.001 
Enjoyability 3.50 24.61 < .001 
Overall Work 3.72 29.44 < .001 
* Based upon a 6-point Likert-type scale ranging from O (no improvementl 
to 5 (greatly improvedl for each category. 
Discussion 
The relative success of the described program 
is perceived by the authors to have a direct relation-
ship with the ecological orientation to the program. 
This perception is based upon similar results of re-
sidential programs (Hamilton, 1986) which provide 
the opportunity to remove at-risk students from the 
home environment which may be contributing to 
their "at-risk" status. By "totally immersing" stu-
dents in an environment which has the capabilities 
of controlling the academic, social, and the 
economic milieus of participants, one is provided 
a rather unique opportunity to ameliorate potential 
problems contributing to the at-risk status of adoles-
cents. 
It is estimated that $441,000 in lost revenues 
occur in the lifetime of each male dropout (U.S. 
Department of Education, 1987), and each female 
results in lost revenues 27% less than their male 
counterparts (Spencer & Bearden, 1987). These 
data, however, merely scratch the surface of the 
personal, social, and economic impact of the prob-
lem involved with student school retention (e.g ., 
Arnold & Biggers, 1987; Barber & McClellan, 1987; 
Catteral, 1987; Combs & Cooley, 1968; Conrath, 
1986; Jaschik, 1985; Lefkowitz, 1979; Martin, 1987; 
Rist, 1987; Rumberger, 1983; Thornberry, 1985). 
Certainly federal efforts to deal with the student 
retention problems have made a massive contribu-
tion and local school systems have made concerted 
efforts to address the problem. Yet, college and uni-
versity programs to train prospective teachers in 
methods of encouraging student school retention 
have fallen enormously short (Andrews & Wells, 
1988). Sufficient data and methodology are avail-
able to date which permit teacher training institu-
tions a functional approach to deal with this often 
hidden problem. 
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The purpose of this article is to provide factual 
information regarding current use of corporal pun-
ishment in Illinois public schools, not to pursue 
social and psychological arguments that society has 
progressed past the corporal punishment stage. If 
a school board allows corporal punishment, proper 
policies/procedures should be established by ad-
ministrators in order to properly protect children 
from a legal and a safety standpoint. 
How many public school districts allow corporal 
punishment? What are the attitudes of Illinois 
superintendents toward corporal punishment? 
What specific policies/procedures are followed by 
school districts that do allow corporal punishment? 
Research conducted from literature and by survey 
from Illinois public school district superintendents 
in 1987-88 concludes as follows: 
24 
1. Most districts permit corporal punishment. 
2. Most superintendents favor corporal 
punishment. 
3. About one-half of the districts permit 
teacher usage of corporal punishment, 
while about one-fourth restrict usage to 
only school administrators. 
4. Most high (9-12) school districts do not 
permit corporal punishment. 
5. Most high school superintendents do not 
favor corporal punishment. 
6. Some districts do not have corporal 
punishment policies /procedures in eight 
areas required by law. 
ALLOWANCES/ ATTITUDES 
Illinois school superintendents were asked by 
survey if corporal punishment is permitted in their 
district. Table 1 reports the responses tabulated by 
school district characteristics. Table 1 reports that 
74% of all Illinois school districts allow corporal 
punishment, with 65% of all superintendents re-
sponding that corporal punishment should be al-
lowed. The Chicago City School District and the 
Department of Corrections School District were 
excluded from the survey. Even though a majority 
of districts permit corporal punishment and a major-
ity of superintendents agree to its usage, 9% fewer 
superintendents sanction its usage. 
High school districts are reported in Table 1 as 
allowing corporal punishment at only a 33% rate. 
"High school districts" is the only one of eleven 
characteristics reporting a minority allowing cor-
poral punishment. High school superintendents are 
reported as favoring corporal punishment at only 
a 34% rate. 
Table 1 
The Allowance of Corporal Punishment 










































Table 2 indicates the rate of Illinois school dis-
tricts that allow the use of corporal punishment by 
teachers. Forty-eight percent of all districts allow 
this, ranging from 21 % for high school and all north-
ern region districts to 72% for all central region dis-
tricts. The findings indicate a large difference geo-
graphically, as southern and central regions permit 
teacher usage at a 70% and a 72% rate while the 
northern region permits at only a 21% rate. 
Superintendents' views toward teachers' usage 
of corporal punishment are fairly consistent with 
the number of Illinois districts that currently allow 
corporal punishment (48%), since 46% agree to its 
usage. However, there are large differences in smal-
ler districts. Districts with enrollment of 1-299 have 
15% less usage among teachers than superinten-
dents favoring, while districts with enrollment of 
300-599 have 13% more usage among teachers than 
superintendents favoring. 
Table 2 
The Status of Teachers' Allowance 










































Corporal punishment is restricted to usage by 
administrators only in 28% ofall Illinois school dis-
tricts responding, as Table 3 reveals. While only 
33% of high school districts permit corporal punish-
ment (Table 1 ), 11% of high school districts restrict 
it to administrators exclusively. This restriction to 
administrative usage is favored by slightly more 
superintendents than actually use it as 31% respond 
that it should be restricted compared to 28% who 
indicate that it is currently restricted. 
Table 3 
The Status of Restricted Use of Corporal 
Punishment to Administrators Only 
Characteristic 
Al I Districts 
Elementary Districts 







































The decision to prohibit or allow corporal pun-
ishment has been decided by each state. Illinois 
does not provide statute definition, but agency reg-
ulations (Illinois State Board of Education) apply to 
local boards of education decisions. The Illinois 
Revised Statutes, Chapter 122, Section 24-24, states 
as follows: 
Teachers and other certified educational 
employees shall maintain discipline in the 
schools ... In all matters relating to the 
discipline in and conduct of the schools and 
the school children, they stand in relation 
of parent and guardians to the pupils. This 
relationship shall extend to all activities con-
nected with the school program and may 
be exercised at any time for the safety and 
supervision of the pupils in the absence of 
their parents or guardians (p. 205). 
The Illinois Revised Statutes does not specifically 
provide the ways and means of fulfilling the man-
date but recognizes a common-law doctrine of "in 
loco parentis." The "in loco parentis" doctrine al-
lows a teacher or principal to enforce rules and reg-
ulations set by the school board with necessary 
authority over students. The lack of definition by 
Illinois statute does not mandate its use. In fact, 
Illinois school boards may prohibit or seriously limit 
use of corporal punishment. 
The 1987-88 research found that some districts 
do not have corporal punishment policies/proce-
dures in eight areas required by law - statute, 
court, and/or agency. When an Illinois school district 
elects to allow corporal punishment, its policies/ 
procedures should contain all of the following ele-
ments that are supported by law with jurisdiction 
on Illinois schools. 
1. Corporal punishment must only be adminis-
tered by certified staff members (Source: Illinois 
Revised Statutes, Chapter 122, Section 24-24; City 
of Macomb v. Gould; People v. Ball) 
Table 4 reveals that 1% of all noncertified em-
ployees (bus drivers, teacher aides, secretaries, cus-
todians, etc.) are permitted use of corporal punish-
ment, while 9% of all superintendents feel that non-
certified employees should be permitted usage. 
Table 4 further reveals that 13% of unit superinten-
dents favor noncertified employee usage of cor-
poral punishment, while 0% of high school superin-
tendents favor its usage by the non-teaching staff. 
2. Except for those acts of misconduct which 
are so antisocial or disruptive in nature as to shock 
the conscience, corporal punishment must be re-
garded as a last resort (Source: Baker v. Owen). 
Table 5 reveals that 73% of all Illinois school 
districts require that corporal punishment be used 
only as a last resort. However, a large difference 
exists in high school districts in that only 33% re-
quire usage as a last resort. Again, as shown in 
Table 1, considerably fewer high school districts 
use corporal punishment at all. Seventy-one per-
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cent of all superintendents favor last resort usage 
as an ideal situation, 2% less than the existing situ-
ation of 73%. In all eleven characteristics on last 
resort usage, superintendents are in close agree-
ment with what is currently required. The difference 
between what is required and what should be re-
quired is only 2% while the greatest difference 
within any characteristic on this issue is 7% in unit 
districts. 
Table 4 
The Status of Noncertified Allowance 











































The Status of Requiring Corporal Punishment 










































3. A student must be informed of the offense 
and reason for corporal punishment (Source: Baker 
v. Owen). --
Informing an Illinois student of the reason for 
corporal punishment is revealed in Table 6. Seventy-
seven percent of all Illinois school districts require 
such a rule, while 79% of all superintendents favor 
the rule. The characteristic with the highest rate 
requiring this rule is the central districts at 97%, 
while the high school characteristic is the lowest 
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rate at 38%. However, only 33% of all high schools 
allow corporal punishment as Table 1 shows. Geo-
graphically, differences exist since the northern dis-
tricts require at only a 55% rate. School superinten-
dents' views are consistent with the geographical 
finding, as 95% of superintendents favor in the 
southern and central districts while only 59% favor 
in the northern districts. 
Table 6 
The Status of Informing a Student of the 










































4. A second school official must be a witness 
and must be informed beforehand, in the student's 
presence, of the reason for corporal punishment 
(Source: Baker v. Owen). 
Table 7 reveals that 78% of all school districts 
in Illinois require an adult witness during corporal 
punishment administration. Only the high school 
district characteristic reports a minority requiring 
this restriction with 29%. As previously noted, how-
ever, Table 1 reveals that only 33% of all high school 
districts allow corporal punishment. Eighty-four 
percent of all superintendents feel a witness should 
be required. Also, each of the eleven divisions has 
more superintendents agreeing to this requirement 
than districts actually requiring it. In high school 
districts, a large difference exists in that while only 
29% require an adult witness, 58% of superinten-
dents favor having a witness. 
Requiring an adult witness to be informed of 
the corporal punishment reason in the student's 
presence is required by a majority of all Illinois 
school districts in all eleven characteristics, as indi-
cated in Table 8. Sixty-eight percent of all districts 
require this, while 77% of all superintendents favor 
such a policy. Only 20% of high school districts re-
quire it, but 65% of their superintendents support 
this requirement. Unit district superintendents favor 
the policy at a higher rate (86%) than elementary 
districts (67%) and high school districts (65%). 
Table 7 
The Status of Requiring an Adult Witness 











































The Status of Requiring the Witness 
to Be Informed of Corporal Punishment Reason 
in Student's Presence 
Characteristic 
Al I Districts 
Elementary Districts 






































5. Corporal punishment must not be excessive 
and/or malicious (Source: Fox v. People; City of 
Macomb v. Gould; Rolando v. School Directors of 
District No. 125; Welch v. Board of Education; In-
graham v. Wright; Holt v. Cross; People v. 
Wehmeyer). 
Table 9 indicates how many Illinois school dis-
tricts state by policy or procedure that excessive-
ness and/or maliciousness should not be present 
during administration of corporal punishment. 
Sixty-three percent of all school districts in Illinois 
have such a policy or procedure, ranging from 16% 
for high school districts to 73% for districts with 
enrollment 300-599. Again, only 33% of all high 
school districts permit corporal punishment (Table 
1 ). 
Superintendents are in agreement to an exces-
siveness and/or maliciousness policy or procedure 
at a 78% rate, with all eleven characteristics report-
ing majority approval. Even high school superinten-
dents, with a low 16% current policy, favor such a 
statement at a 65% rate. The findings indicate a 
large difference geographically, as all central and 
all southern superintendents approve at an 89% and 
an 85% rate while all northern superintendents ap-
prove at a 67% rate. Type of district also reveals a 
large difference, as unit superintendents approve 
at an 87% rate while elementary and high school 
superintendents approve at a 66% and a 65% rate. 
Table 9 
The Status of Stating Excessiveness and/or 
Maliciousness Should Not Be Present 










































6. Parents may file objections to the use of cor-
poral punishment under the rules of the Illinois 
State Board of Education, with notification at regis-
tration (Source: Illinois Program for Evaluation, 
Supervision, and Recognition of Schools. Note: 
Within the four-county Illinois Appellate Fourth Dis-
trict the Illinois State Board of Education's regula-
tion that allows parents to prohibit corporal punish-
ment in public schools is void by Donaldson v. Dan-
ville School District No. 118). 
The Illinois State Board of Education's require-
ment of allowing parental objection and restriction 
to corporal punishment in schools is provided by 
policy or procedure in 85% of all school districts. 
Table 10 reveals that a majority of districts permit 
parents to restrict corporal punishment in all eleven 
characteristics, ranging from 97% in all central dis-
tricts to 60% in high school districts. The findings 
indicate large differences among geographical set-
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tings and types of districts. While 97% of all central 
districts and 94% of all southern districts allow pa-
rental objection, only 69% of all northern districts 
allow parental restriction. Types of school districts 
result in 60% allowance in high school districts, 78% 
in elementary districts, and 93% in unit districts. 
While all superintendents approve of the ISBE 
guidelines at a 77% rate, it results in an 8% less 
approval rate than what is currently being provided 
by policies. 
Table 10 
The Status of Providing Illinois State Board of 
Education Guidelines for Parental Objection to 










































Table 11 reveals the status of Illinois public 
schools in providing written parental notification at 
registration of the right of corporal punishment ob-
jection. Seventy-five percent of all districts report 
providing for notification by policy/procedure, rang-
ing from 50% for high school districts to 85% for 
all central districts and districts with an enrollment 
of 1-299. School superintendents approve of written 
notification at a 78% rate. 
Table 11 
The Status of Providing Written Parental 
Notification at Registration for Right of 











































7. A teacher may use reasonable force as 
needed to maintain safety for students (Source: 
Illinois Revised Statutes, Chapter 122, Section 24-
24). 
Eighty-seven percent of all Illinois school dis-
tricts provide allowances by policy/procedure for 
staff to use physical restraint to prevent a student 
from doing harm to himself/herself or others, as 
revealed in Table 12. Ranges by school district char-
acteristics are 77% for districts with enrollment 1-
299 to 93% for districts with enrollment over 1200. 
Superintendents are in agreement for a restraint 
policy by a 95% approval rate, ranging from 91% 
for elementary and all northern districts to 98% for 
all southern districts, all central districts, and dis-
tricts with enrollment 600-1199. 
Table 12 
The Status of Providing Allowances for Staff 
to Use Physical Restraint to Prevent a Student 










































8. A parent-teacher advisory committee must 
meet to assist in the development of student disci-
pline policies which would include corporal punish-
ment (Source: Illinois Revised Statutes, Chapter 
122, Section 10-20.14). 
Table 13 indicates whether public input is re-
quired in corporal punishment policy formation in 
Illinois public schools. Eighty-seven percent of all 
school districts require input, ranging from 76% for 
high school districts to 95% for all central districts. 
Superintendents' views toward requiring public 
input in corporal punishment formation are fairly 
consistent with what is required, since 86% agree. 
Table 13 
The Status of Requiring Public Input 











































School policies and procedures are written 
statements which prescribe the programs and oper-
ations of a school district. Corporal punishment 
policies/procedures based upon school law are im-
portant in order to create a standard of reasonable-
ness, to encourage consistency, and to increase the 
possibility of corporal punishment being executed 
wisely and legally on children. 
Corporal punishment is authorized but not man-
dated in Illinois school districts. If a district elects 
to allow corporal punishment, it should adopt 
policies/procedures that detail processes for its use, 
and school administrators should understand the 
rationale behind each procedure adopted in order 
to provide in-service training for teachers accord-
ingly. 
Authority is not absolute. School administrators 
must act within the scope of policies/procedures, 
always protecting students' rights and providing a 
safe and healthy environment. 
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INTRODUCTION 
A school district's relationship to the commu-
nity which it serves is unique in America in compari-
son to most other countries (Marks, Stoops, and 
King-Stoops, 1978). American education is denoted 
by decentralization and local control in comparison 
to many foreign countries which have a centralized 
educational system overseen by a ministry of edu-
cation (Campbell, Cunningham, Nystrand, and 
Usdan, 1980). This unique relationship necessitates 
that a school district be sensitive to the expectations 
of the community it serves and be responsive to 
the needs and desires of the community. 
While there is no need to define what consti-
tutes a school district, it may be beneficial to review 
a definition of community. A community can be 
defined as the combination of social activities re-
quired by people for their day-to-day social func-
tioning (Warren, 1972). Thus, a community is basi-
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cally a social entity. The major characteristics of a 
community revolve around five basic functions 
(Warren, 1972): 
1. Production - distribution 
2. Social control 
3. Socialization 
4. Social participation 
5. Mutual support 
Schools directly or indirectly impact each of these 
five major community functions. Because of the im-
pact schools have on communities, communities 
have a vested interest in schools. Furthermore, a 
subset of the community- parents- have a direct 
special interest in schools. 
UNDERSTANDING THE EXPECTATIONS 
OF THE COMMUNITY 
The local governance of schoo l systems is an 
important aspect of public education in America. 
Citizens expect to have direct input into who repre-
sents them on the local board of education. This 
expectation is fulfilled through the election process 
in most states (Virginia still has appointed school 
board members). Citizens also perceive that they 
ought to have access to the decision makers in the 
school system so that when they have a concern 
about the schools, an avenue for appropriate red-
ress exists. In a practical sense, then, community 
members expect the schools to be responsive to 
their concerns. 
To function most effectively, a school district 
needs to have substantial numbers of interested 
and responsible citizens willing to support its 
policies (Maehr, Hartman, & Bartz, 1984). This need 
for community support is exemplified by James 
(1982) in the context of selecting school board mem-
bers, when he noted: 
The form (process) of these arrangements 
is of less consequence than the need that 
the board's functions be a matter of continu-
ing public concerns. No form of democratic 
government permissible under our social 
contracts is likely to serve an apathetic 
people well over an extended period of time. 
On the other hand, any of the myriad forms 
for managing schools can function reason-
ably well so long as substantial numbers of 
interested and responsible citizens are will-
ing to inform themselves and engage in the 
task of making them work (p. 17). 
Citizens expect to be able to significantly partici-
pate in activities, discussions, and decisions of the 
school district which are important to their interests 
(Peshkin, 1978). This has been exemplified recently 
by citizen groups in various parts of the country 
voicing interest in AIDS policies being developed 
by local school districts. To many people, this ex-
pectation of participation is perceived to be an in-
alienable right in America's democratic society. In 
summary, citizens have strong feelings about being 
involved in school matters which they perceive as 
important. 
When people feel that they can have meaning-
ful input, they are more likely to become involved 
and invest their efforts toward the schools in a con-
structive manner (Maehr, Hartman, and Bartz, 1984). 
However, when individuals perceive a loss of con-
trol over what happens at the local school districts 
level, they may feel alienated and react negatively 
(Peshkin, 1982). Alienation prompted by school per-
sonnel can be related to the defeat of school refer-
enda (Aberbachs, 1969). Citizens who perceive that 
they are alienated from the schools may also inten-
tionally behave in other negative ways in order to 
retaliate against the schools (Aberbachs, 1977 and 
Guthrie and Tanco, 1980). 
While only a subset of the general community, 
parents may have the greatest vested interest in 
the schools in comparison to other community 
members. Parents often view schooling as the ex-
tension of child-rearing which they initiated in the 
home. Many parents perceive that they ought to 
have input into what happens to their children at 
school in that formal schooling is an extension of 
the child-rearing they initiated, and are continuing 
to pursue. Family and home support of education 
is extremely important to a child's school success 
(Walberg, 1984). Thus, it is in the best interest of 
the child that the home and school function in a 
cooperative manner. 
Based on the previously discussed information, 
it behooves school districts to create an environ-
ment in which citizens perceive that they can be 
meaningfully involved in the happenings of the 
schools. This is likely to result in citizens making a 
positive contribution to the school district and the 
district not being negatively impacted by acts re-
lated to the reactions of the citizens. 
COMMUNICATION AS THE KEY ELEMENT 
Communication is the keystone to effective 
school-community relations programs (Kindred, 
Bagin, and Gallagher, 1984). Communications must 
take place with numerous groups and organiza-
tions. Gorton (1983) offers the following list of po-
tential groups and organizations with which schools 
may need to communicate: 
1. Parent-Teacher Organizations 
2. Taxpayers' Associations 
3. City Council 
4. School Board 
5. Business or Commercial Organizations 
6. Service Clubs 
7. Special Interest Groups 
8. Important Business Leaders 
9. The Press, Television, ·Radio 
10. Civil Rights Organizations 
11. Welfare Organizations 
12. Fraternal Organizations 
13. Politicians 
14. Churches and Religious Groups 
15. Labor Unions 
16. Veterans' Organizations 
17. Chamber of Commerce 
18. Old Line Families 
19. Individual Parents (p. 437) 
Typical communications vehicles used by 
schools are newsletters, PTA or parent meetings, 
telephone contacts, mass media (radio, newspap-
ers, and television), and individual conferencing 
with selected individuals and groups. The informa-
tion conveyed by these means of communication 
must be honest and forthright (Koerner, 1986). The 
purposes of the communications should be to 
develop comfortable relationships and nurture pub-
lic behavior that supports and benefits the schools 
(Koerner, 1986 and Jackson, 1986). 
Jackson (1986) acknowledges the importance 
of communications, but also notes that communica-
tions, alone, will not result in an effective school-
community relations program. He advocates that a 
major need of an effective school-community rela-
tions program is to build relationships. Jackson 
(1986) purports that: 
the beginning of wisdom in public relations 
is to recognize that communication by itself 
does not build relationships. The scholars 
of this subject phrase it much more harshly. 
They note that information by itself has al-
most no power to motivate attitudes or be-
haviors (p. 26). 
Jackson suggests that social acceptance by key 
community people of what is communicated is 
necessary because feedback from these key people 
is necessary. These key people, in turn, will influ-
ence others. 
The media - newspapers, radio, and television 
- play a major communication role in schools in-
forming citizens. With respect to school personnel 
communicating with the media, Ordovensky (1986) 
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- an education writer for USA Today - believes 
that school personnel should ask media people, 
, .
1'WhaF can I do for you?'.' (p. 35). Ordovensky also 
advocates that the "personal touch" is needed by 
school personnel when working with the media. 
This personal tot'.lch includes direct0and individually 
tailored communications and contact with media 
personnel. This will likely lead to rapport and trust 
between school and media personnel which, in turn, 
will be beneficial to both parties. · 
SUMMARY 
It is important for schools to be sensitive to the 
expectations of the community and how schools 
impact the major characteristics which define a 
community. A major exp.ectation of communities is 
for schools to be responsive to involvement in how 
children are educated. If the community and schools 
work in harmony, positive results will result for both 
entities. On the other hand, if the community and 
schools cannot work in unison, negative results are 
likely for each party. Finally, effective communica-
tions are the key to successful school-community 
relations. The school must play a proactive role to 
assure that effective communication takes place. 
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